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ABSTRACT

KILLER CAPTAINS: PRODUCING COMPANY COMMANDERS WHO WIN
TACTICAL ENGAGEMENTS, by Major Joseph S. McLamb, 98 pages.

This study examined selected training methods used to train officers at three institutions
charged with the development of tactically competent company commanders: the Army’s
Armor Captains Career Course at Fort Knox, Kentucky; the Marine Corp’s Amphibious
Warfare School at Quantico, Virginia; and the Australian Army’s Combat Officer
Advanced Course. Using fourteen evaluation criteria, the study measured the degree to
which thirteen training methods aligned with the principles of adult learning, based
primarily on course documents and other primary sources. The study concluded that
current training methods do generally aign well with the three principles of motivation,
readiness to learn, and the role of experience, but do not align well with the principles of
the learner’ s self-concept, orientation to learning, and need to know. These findings
indicate that, although current training methods enjoy important strengths, significant
room for improvement exists in the methods used to produce tactically competent
company commanders.
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CHAPTER 1
INTRODUCTION

Although it is unclear what the future of the next ten to fifteen years will hold for
the American armed forces, the Army’s historic requirement for tactically competent
company commanders is almost certain to remain. Companies fight the tactical
engagements, the building blocks of operational and strategic victory, and the captains
commanding those companies play a significant role in determining whether
engagements are won or lost. The importance of competent company commanders may
in fact increase in the future, as decentralized operations become the norm in the
objective force. In the future as in the past, the tactically sound company commander
who can consistently win in the close fight remains a mainstay of success.

Providing such commanders, however, is no smple task, and little consensus
exists as to the training methods most likely to produce the officers required. A brief
survey of the Army’s current institutional tactical training for company commanders
reveals a wide range of often diverging training techniques and methods. Any effort to
compare techniques and methods is hampered by the lack of a common set of evaluation
criteriafor determining effectiveness. At atime when the Army is making significant
decisions about the future of ingtitutional tactical training for company commanders, it
lacks a clear methodology for comparing and selecting training methods.

Thesis

This study sought to analyze selected training methods used in institutional
tactical training for company commanders by applying the principles of adult learning as
evaluation criteria. 1t aimed to answer the basic research question, Are the institutional
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training methods used to develop tactically competent company commanders aigned
with the principles of adult learning? Supporting research questions included:

1. What are the principles of adult learning?

2. What measures of performance can be used to assess alignment with the
principles of adult learning?

3. What are the most significant training methods used in institutional tactical
training for company commanders?

Significance

The results of this study are directly applicable to the decisions facing senior
Army leaders today concerning the future path of the Army’s officer professional
development system. The study offers Army decision makers a scientific, detached
analysis of training methods used at a variety of institutions to produce tactically
competent company commanders. Perhaps more importantly, by employing the
principles of adult learning as evaluation criteria it offers a common, useful measuring
tool for identifying promising training techniques for the future. To the extent it is
successful in answering the primary and secondary research questions, this study serves
as adecision making aid for officers and civilians tasked with designing and
implementing institutional tactical training for company commanders in the years ahead.

Limitations

This study analyzed the training methods of three institutions charged with
producing tactically competent company commanders. The institutions selected shared a
positive educational reputation within the military community, some unique aspect to set
them apart from other potential candidates, and open access to their training documents
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and other sources of information. Within each institution, the study selected training
methods based on frequency of use, importance to the overall training plan, and
availability of pertinent information.

The study lacked the ability to directly measure the tactical competence of
company commanders subsequent to institutional training. While a study linking specific
training methods to verifiable changes in tactical competence would be of tremendous
value to the Army, the information necessary to produce such a study was neither
available nor attainable. While the Army has historically gone to great lengths to collect
data on unit performance at its Combat Training Centers, no database on individual
performance existed outside of the confidential Officer Evaluation Reports for each
officer. The Army abandoned an early effort to produce a database of individual
performance after studies indicated only marginal success in predicting tactical and
leadership performance based on institutional training (Dyer and Hilligoss 1974).

With no means of directly measuring tactical competence subsequent to
institutional training, this study used the principles of adult learning as a means for
indirectly measuring the effectiveness of training methods. Adult learning theory,
although still far from a closed field of study, had matured to the point that it formed a
reasonable framework for comparing educational approaches and making judgments
about their relative value. While some academic debate remained concerning the
nuances of adult learning theory, sufficient agreement existed to alow the confident
employment of adult learning theory as areliable aid for making relevant observations

about how institutions train company commanders.



Assumptions

Two critical assumptions underlay this study. First, the study assumed a
correlation between the training method and the tactical competence of the officer
receiving the training. The selection of training method, in other words, has a direct
impact on the subsequent performance of the trainee. Second, the study assumed that the
correlation between the training method and subsequent performance is defined by the
extent to which the training method aligns with the principles of adult learning. The
more closely atraining method aligns with the adult learning principles, the more
effective the method.

Definitions

In order to maintain internal consistency throughout the thesis, several definitions
proved necessary as a prerequisite for clarity. These definitions apply throughout the
study.

“Institutional training method” refers to any specific technique used as part of a
training school or course. Examples include assigned readings, classroom discussions,
lectures, war games, staff rides, and historical analyses. For the sake of brevity, “training
method” substitutes for “institutional training method.”

“Tactical competence’ refers to the ability to: (1) recognize tactical problems and
develop feasible solutions in an environment of limited information, time and resources,
(2) communicate solutions to subordinates with clarity and brevity; (3) supervise the
execution of the solution in an environment of rapid and often unpredictable change; and

(4) evaluate the results of the solution to allow for necessary modification.



“Maneuver force” refers to those portions of the Army tasked with closing with
and destroying the enemy as part of the close fight. Generaly, these include armor and
infantry forces, although attack aviation is sometimes included.

The study uses the standard Army terms for simulation training. Live simulation
istraining involving actual weapons and equipment, employed on real terrain, under
conditions approaching those anticipated in combat. The combat training centers serve as
primary examples of live smulation. Virtual simulation replaces real weapons and
equipment with detailed models, and includes an immersive computer-generated
environment that maintains the look and feel of real terrain. The Close Combat Tactical
Trainer (CCTT) and Simulation Network (SIMNET) serve as examples of virtual
simulation. Constructive simulation uses computers or other means to provide visual
feedback to unit and individual actions. Joint Army/Navy Uniform Simulation (JANUS)
and Decisive Action are examples of constructive simulations.

Two additional terms received considerable attention early in the preparation of
the study. Many scholars differentiate between “education” and “training” in their
published works, raising the issue of whether the institutions charged with producing
company commanders are primarily focused on education or training. Unfortunately,
although many scholars agree there is a difference between education and training, few
can agree on the exact nature of the difference. Scholarly works often define the terms
internally, but these definitions rarely agree with those found in works of equal worth.
After considerable contemplation, the words are used interchangeably throughout this
study. Whether company commanders are trained or educated depends primarily on how
one chooses to define the terms. For the purposes of this study, making such a distinction
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adds nothing to the value of the work and requires the reader to take sides in a debate
outside the scope of the current topic.
Summary
By applying a framework of established principles of adult learning, this thesis
allows leaders to make informed decisions when selecting the institutional training
methods for devel oping the company commanders of the future. Before applying those
principles, it is necessary to take a thorough look at the contemporary state of adult

learning theory. Chapter 2 examines the current state of adult learning theory.



CHAPTER 2
LITERATURE REVIEW

The review of pertinent literature for this research focused on two areas. adult
learning and institutional tactical training for captains. The first area revealed a broad
array of works from multiple fields of study, displaying broad agreement but interesting
differences in emphasis. The second area proved surprisingly shallow. Despite the
interest of senior Army leaders in officer professional development, few scholarly works
touch on the topic of institutional training for captains.

The Principles of Adult Learning

Adult learning as afield of study lies at the intersection of several major
disciplines. Clinica psychologists, behaviorists, cognition specialists, learning theorists,
and educators have al contributed to what is now known about how adults learn and the
methods which best support adult learning. Asin any field with broad participation,
disagreement exists in many areas, typically more in emphasis and degree than in basic
concept. Each school of thought tends to focus on the areas of adult learning reflecting
its own areas of expertise.

Even s0, it is possible to identify the primary principles of adult learning without
fear of significant argument. Building upon years of earlier research and thought, Dr.
Malcolm Knowles summarized these principlesin 1975. Multiple studies have
subsequently tested the principles, and within a quarter century the list expanded from
four to the current six principles.

The need to know. Adults need to know why they need to learn something
before undertaking to learn it.



The learners’ self-concept. Adults have a self-concept of being
responsible for their own decisions, for their own lives.

Therole of the learners’ experiences. Adults come into an education
activity with both a greater volume and a different quality of experience from
youths.

Readiness to learn. Adults become ready to learn those things they need
to know and be able to do in order to cope effectively with their real-life
Situations.

Orientation to learning. In contrast to children’s and youths' subject-
centered orientation to learning (at least in school), adults are life-centered (or
task-centered or problem-centered) in their orientation to learning.

Motivation. While adults are responsive to some external motivators
(better jobs, promotions, higher salaries, and the like), the most potent motivators
are interna pressures (the desire for increased job satisfaction, self-esteem,
qudlity of life, and the like). (Knowles et al. 1998, 64-69)

Since Knowles published his summary of the principles, many theorists and
researchers have contributed significantly to the discussion of adult learning. Although
their contributions do not always completely agree with the principles from Knowles
list, hiswork offers arational framework for reviewing the pertinent theories and findings
of adult learning.

The Need to Know

Although many people have traditionally assumed children accept their need to
know without question, this assumption appears to bear little validity for adults. Adults
undertake a learning project only when it is apparent to them that they need to do so.
Although curiosity is sometimes a factor in adult learning decisions (Kolb 1984, 132), the
primary factor is a perceived need for the knowledge or skill to be gained.

The requirement for a recognized learning need appears to stretch across cultural
differences and include adults in widely varied circumstances. A recent study of adult
learning in Africa discovered adult villagers, both male and female, showed little interest

in learning except where such learning offered knowledge or skill with clear “community
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usefulness’ (Diouf et al. 2000). A less scientifically rigorous study of adult learnersin
the United States found a similar desire for learning to focus on a perceived need. One
adult learner summed it up in the words, “I need to know what the point is’ (Caudron
2000).

Since adults universally want to know why they need to learn, akey task of the
learning facilitator becomes helping the learner recognize his own need to know
(Knowles et al. 1998, 65). When attempting to provide such help, learning facilitators are
limited to creating conditions favorable to learner recognition of his need to know. The
learning facilitator cannot compel such recognition. Even prior to the establishment of
the principles of adult learning, foreword thinking educators argued that helping the
learner establish his learning objectives is a critical task for the learning facilitator
(Rogers 1969, 164).

The Learner’s Self-Concept

Psychologically, the development of a self-concept includes an acceptance of
personal responsibility and is the defining characteristic of an adult (Knowles et a. 1998,
64). Adults perceive themselves to be in control of their own lives and the decisions in
their lives. Their sense of control extends to learning decisions and is the driving factor
in their need to know why they need to learn.

Unfortunately, the adult self-concept can work for or against the process of
learning, depending largely on how well the learning facilitator adapts to his learning
adults. In the best case, the learning facilitator includes the learner in a mutual decision
concerning learning objectives and other aspects of the learning process (Knowles et a.
1998, 93). The best learning facilitators adjust their teaching methods to match the
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desires of the learner (Rogers 1969, 164). These actions alow the adult learner to
approach the learning process with his self-concept intact.

Not al learning facilitators are willing to make these concessions to their
students, however. In a survey of educators in British universities, research uncovered
significant resistance to the idea that adults require different treatment than the more
numerous adolescent students. One professor of biological sciences spoke for many
when he said, “1 don’t see why they [adult learners] should need different methods”
(Merrill 2001, 14). Nor are such views without some supporting evidence. At least one
researcher concluded that children require greater instructional flexibility than adults
(Rose 1997). The study of British universities concluded that, although the schools made
few changes to accommodate older students, “adults learnt how to cope with the
university system” (Merrill 2001, 13). It would appear a strong self-concept can even
overcome deficiencies in the training facilitator.

Even when learning facilitators are willing to accommodate the learner’ s self-
concept, the learner himself may find his self-concept at odds with the learning process.
In Africa, for example, adult males proved unwilling to learn modern farming practices
simply because farming is considered a field of study for young men. Adults are
expected to have al the farming knowledge they need. Men could not attend
government-sponsored farming training without undermining their perceptions of
themselves as men (Diouf et al. 2000).

The learner’s self-concept is a crucial player in the learning process. It can inhibit
or enhance the learner’ s ability to learn, and can even, in some circumstances, overcome
the learning facilitator’ s shortfalls as a teacher.
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The Role of the Learner’s Experience

Experience, according to the old cliché, is the best teacher. Adult learning theory
maintains that things are not quite that smple. Experience isindeed a vital factor in adult
learning, to include experience gained prior to and during the learning process. Y et
experience alone is not synonymous with learning. It is necessary for adult learning, but
it is not always sufficient.

Adult learning theory recognizes adults come to any learning activity with various
levels of past experience. In fact, the experience level of the adult is one of the primary
factors differentiating adult and child learning. Adult learning focuses on “techniques
that tap into the experience of the learners, such as group discussion, simulation
exercises, problem-solving activities, case method, and laboratory methods, instead of
transmittal techniques’ (Knowles et al. 1998, 66). These are designed to either produce a
new experience for the learner or cause him to reflect on an experience gained prior to the
learning activity.

The process of creating an actual experience and using it for learning is referred to
as the “experientia learning model,” elaborated in its most recent form by David A.

Kolb. Kolb argues adult learning at its best requires four phases. a concrete experience,
reflective observation, abstract conceptualization, and active experimentation (Kolb
1984, 42). In more simplistic terms, adults learn best when they experience an event
(feel), observe an explanation of the event (watch), reflect on the event and the
explanation (think), and then attempt to put what they have learned into action (do) (Kolb

1984, 68). Experience plays a key part in the learning process, but “knowing requires
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both a grasp or figurative representation of experience and some transformation of that
representation” (Kolb 1984, 42).

The correct balance of experience and reflection is a point of some contention,
with behaviorists favoring experience (stimulus-response model), and cognitive theorists
favoring internal aspects of learning. A study of cognitive development in moral
education, for example, found “critical reflection also seems to have played a significant
rolein the adults’ learning” (Leicester and Pierce 1997). Similarly, a study of adult
education at New American College institutions determined “for experience to lead to
learning . . . we must reflect on our experience in a continuous process.” The same study
noted the guidelines for granting college credit for life experiences differentiate between
life experiences and the learning that may result from such experiences (Washbourn
1996, 11). Although scholars may disagree over the details, most evidence seemsto
support the supposition that experience and reflection go together in the learning process.

Determining which teaching methods lend themselves to the experiential learning
model has proven more problematic. When presented with a series of teaching methods
and asked to determine whether they are examples of experiential learning, British adult
educators found the task difficult. While most agreed role playing and smulations
constituted experiential learning, opinion split widely on many other methods. “I don’t
know where to draw the line,” wrote one educator, unintentionally summarizing the
position of many (Cherrington and Van Ments 1994, 25). A separate study of higher
education in Britain maintained, although adults initially found lectures like “being on
another planet,” they eventually learned to see the lecture as a useful tool (Merrill 2001,
8). One educator argues extensively for the case study as an experiential learning model,
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even though many do not classify it as such (Kreber 2001). Still another researcher
claims the availability of new technology, not arational approach to the learning
environment, is driving educators to select experience-based methods for adults (Rose
1997).

Whether any one method follows the experiential learning model depends more
on how it is implemented than the basic method itself. In the end, effective experiential
learning follows the model discovered among the Africans of Senegal: “Adults learned
or listened to something, practiced it, and then received feedback or obtained more
information from a knowledge provider” (Diouf et al. 2000, 41). Experience and
reflection go together in adult learning.

Readiness to Learn

Adults learn best when they learn about something with relevance to their
personal lives. In many cases, readiness to learn increases during times of significant
changes in an adult’s life. Teenage girls, for example, show less interest in learning
about child care than expectant mothers (Knowles et a. 1998, 67). Therole of the
learning facilitator, then, is to assist the adult learner in identifying the life problems that
can be solved or mediated by the learning activity (Knowles et a. 1998, 93).

This principle has proven itself of tremendous vaue in the world of human
resource development. From alearning perspective, human resource management differs
from adult education in that an institution, rather than the learner, makes decisions about
the learning objectives of the training program. In adult education, the voluntary nature
of the program allows the adult considerable latitude in determining the learning
objectives (Knowles et a. 1998, 121). In a human resource development program, in
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contrast, the onus is largely on the learning facilitator to assist the learner in recognizing a

clear connection between the training and one or more life or job problems facing the

learner. Without this connection, adults typically demonstrate a low readiness to learn.
Orientation to Learning

The adult drive to learn relates directly to the connection between the learning
activity and the performance of atask (Knowles et a. 1998, 67). Although Kolb’s model
indicates some adults prefer to contemplate events more than others, most adults
eventually move beyond thinking to doing. Learning activities that focus on a specific
task tend to help adults to complete the learning cycle.

The facilitator’ s role becomes one of resource provider. He ensures adult learners
have all the tools and resources necessary to perform the task, provides information and
feedback as required, and allows the learners to actually complete the task (Rogers 1969,
164). One study even purports this to be the “primary task” of the learning facilitator
(Puliyel and Puliyel 1999).

Motivation

British adult educators, athough divided over the needs of adult learners, almost
universally describe adult learners as *highly motivated, enthusiastic, committed”
(Merrill 2001, 14). Motivation based on internal factors, rather than external
circumstances, appears to be one of the fundamental characteristics of adult learning
(Knowles et al. 1998, 68).

However, recognizing adults are internally motivated offers little benefit for the

learning facilitator. What can the facilitator do to maintain an adult learner’s motivation?
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How should he intervene if motivation fails? These are more difficult questions, and no
single answer commands universal acceptance.

Rogers, an early proponent of adult education, offerslittle in the way of advice,
stating the learning facilitator should simply “rely on the desire of each student . . . asthe
motivational force” (Rogers 1969, 164). This seemsto fall short of useful advice. Two
other approaches, however, offer better resolution.

Adult motivation, says one study of adult learners in higher education, stems from
an internal life mission. A life mission is the overarching purpose of one'slife, and all
adults are assumed to have alife mission even though they may not be consciously aware
of it. Learning facilitators can have a positive influence on adult motivation by assisting
learners to recognize and pursue their life mission (Kroth and Boverie 2000).

A different approach centers on the concept of self-directed learning. This model
expands the idea of the learner’s responsibility for learning to include not just selection of
the learning objectives but an internal assessment of the learning processitself. The
learner accepts “responsibility to ‘ construct meaning’ and to cognitively monitor the
learning process.” Since self-monitoring is dependent on external feedback as well as
internal reflection, learning facilitators can assist in maintaining adult motivation by
providing regular feedback to the learner on his performance and his learning itself
(Garrison 1997, 21).

Life mission and self-directed learning have some value as concepts for learning
facilitators attempting to influence adult motivation. They are not, however, integral
parts of the basic principle of adult learning called “motivation.” Adult motivation comes
primarily from internal factors, and those factors can prove extremely difficult to
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categorize or quantify. An effective training method must account for the difficulties
presented by adult motivation.
The Principles
A review of the literature revea ed widespread academic agreement over the basic
principles of adult education, as well as a tendency to focus on the experiential learning
model as the most effective method for implementing the principles. On specific
methods for facilitating learning and motivating adults, however, debate continues.

Institutional Tactical Training for Captains

Unlike adult learning theory, no common theme or set of principles guides the
studies conducted and the theories offered on the topic of institutional tactical training for
captains. Instead, writers have addressed particular aspects of the topic, often without
reference to how their recommendations might affect other areas. Asaresult, the
relevant literature on this topic has a more digointed appearance.

The most basic question surrounding tactical training for captains centers around
the relative importance of institutional and unit training. Perhaps the most widely
accepted answer isfound in General Paul Gorman’s book on tactical training:

Schooling they [Army officers] must have, although the current kind and amount

of schooling should not delimit thought about better approaches. But learning

about what it takes to move the point of the arrow swiftly and surely to the
selected objective occurs most surely in operationa units, in the field. (Gorman

1994, 111-43)

Most work in the field has centered on the “kind and amount of schooling”
captains should receive, with answers ailmost always dependent upon the evaluation
criteria selected for comparing the various options. The recommendations derived are,

not surprisingly, widely varied in scope and content.
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In 1974, a student of the training methods at the Armor School predicted
“instructors, in the future, will be facilitators of the learning situation” and that small
group instruction would see greater implementation (Baughman 1974, 127). This
prediction appears to be based more on the contemporary state of educational theory than
on any rational recommendation for training methods. Even so, the prediction proved
remarkably accurate, at least in as much as small group instruction became the standard
method for institutional training for captains over the next thirty years.

The relatively high cost of small group instruction drove the Army to revise its
training methods for captains in the early 1990s. A RAND study considered the methods
of conference, computer-based instruction, demonstration, practical exercise, television
seminar, and written examinations, with an eye to determining the viability of
implementing distance learning as atraining tool (Winkler et a. 1993, 53). Using cost-
benefit analysis as the evaluation criterion, the study concluded contemporary training
methods, particularly small group instruction, could be more efficient, but no other
alternative option provided significant savings (Winkler et al. 1993, 74-76).

The advent of Officer Professional Management System XX| created an
opportunity for renewed consideration of captains training, and a study conducted by a
Command and Genera Staff College student concluded the new officer management
system lacked a common set of tasks and associated standards to direct captains
institutional training (Webster 1999, 62-63). The study recommended institutional
training for captains focus on a set of core tasks identified by the Army, to include “a

directed reading and discussion program” (Webster 1999, 67).
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As adult learning theory became both more mature and more widely known
within the Army, some effort to evaluate training within the context of adult learning
became practically inevitable. A civilian instructor at an Army school opened the
discussion with the question, “ Are we treating our students like children?’ and concluded
that, in many cases, tactical training for captains did so (Saunders 1991). A more
scholarly analysis of the training methods used at the Armor Captains Course at Fort
Knox, again conducted by a student at the Command and General Staff College, analyzed
those methods using cognitive theories of learning. The study concluded contemporary
training methods used for the ingtitutional training of captains did not reach the highest
and most important levels of cognition (Dixon 2000, 98).

A common theme in most works concerning tactical training for captains is the
need for actual experience. As the resolution and fidelity of computer simulations rose,
instructors responsible for training captains found simulations could allow captains to
gain valuable tactical experience within the ingtitution (Cherry and McLamb 2001). The
advent of effective ssimulations appeared to offer a new dimension to learning in an
academic environment.

Scholarly work on the methods for institutional tactical training for captainsis
less than complete, and research that compares those methods to what is now known
about adult learning can make a significant contribution to the field. Chapter 3 details

how this study attempted to do so.

18



CHAPTER 3
RESEARCH DESIGN

Despite a genera preference for quantitative analysis within the military, the
subject of institutional training for company commanders required a more subjective,
qualitative method of study. Even cursory consideration of the problem revealed
alignment with the principles of adult education is neither binary nor exact. Training
methods differ in the degree to which they align with adult learning principles, and
determining the degree of compliance demanded some disciplined yet subjective
judgment.

The study approached the problem using the content analysis method as described
by Fraenkel and Wallen (2000, 468-481). The content analysis method uses researcher-
defined evaluation criteria to analyze the content of documents, speeches, and other
sources of information. This study applied the method by examining the content of
training plans of three training institutions using evaluation criteria derived from the
principles of adult learning. Although each evaluation criterion measured the degree of
alignment with only a single principle of adult learning, the cumulative scores of a
training method across all the evaluation criteria provided a reasonable basis for
answering the primary research question. The study employed the individual training
method as described in course documents as the unit of analysis.

Sampling Plan

A fair number of training institutions play some role in developing tactically
competent company commanders, and they employ a wide range of training methods in
pursuit of their mission. Determining which institutions to include and which training
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methods to analyze required a rational sampling plan. The sampling plan included two
phases. The first phase compared potentia training institutions based on the criteria of
educational reputation, uniqueness, and availability of data. Phase two compared the
training methods used within each selected institution based on the frequency of use, the
importance to the overall training plan within the institution, and the availability of
information concerning the training method. The training methods selected in the second
phase became the data points for the study. Figure 1 graphically portrays the sampling

plan.

Training Institution I

for Tactical Institutions selected by:
ini « Educational reputation L. X .
Tralnln.g of - Uni Training Institution Training method
Captains niqueness
« Availability of information I

Training Institution | Training method J

Training methods selected by: Training Methods
Data * Frequency of use for Institutional
i  Importance to overall Tactical
Points training plan Training of
« Availability of information Captains

Figure 1. The Sampling Plan

The first phase identified three ingtitutions for inclusion in the study: the Infantry

School, 1931-1933; the Armor Captains Career Course (ACCC), 2000-2001; and the

Australian Army’s Combat Officer’s Advanced Course (COAC), 2000-2001.
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The Infantry School under Lieutenant Colonel George C. Marshall enjoyed a
reputation as a first-class training institution, a reputation which remains intact into the
present. Marshall’s changes to training became known in the Army as the “Benning
Revolution” and are often cited as a factor in preparing the Army’s leaders for the Second
World War. The course itself, which focused on preparing officers for company
command, predated almost all current understanding of how adults learn. The annual
reports of the Infantry School to the War Department, Marshall’ s personal
correspondence, and historical accounts of the training provide information for accessing
the training methods used in this institution.

The Armor Captains Career Course also enjoyed a favorable contemporary
reputation. The course employed classroom technology and live, virtual, and
constructive simulations to a degree unique among Army officer professional
development schools of the period. The training methods employed in the course were
captured in the formal course documentation, written after action reviews, and detailed
instructor notes.

The Australian Army’s Combat Officer’s Advanced Course was designed to
prepare Australia’ s combat officers for company command. In the Australian Army,
company commanders are assigned to company command later in their military careers
and are typically majors, not captains. Nevertheless, the purpose of the COAC was
equivalent to the ACCC. The unique aspect of the course, its Australian pedigree,
introduced an international flavor to the study. Due to the extensive US-Australia officer

exchange program, details of the course were available through both the official
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instructional documents and personal interviews with US and Australian officers with
experience in the course.

As originally designed, then, the study included a historic Army school, a
contemporary Army school, and a school of an allied nation. Subsequent research,
however, caused a significant modification of this plan. The extant historical documents
for the Infantry School proved to lack the detail necessary for a meaningful analysis of
the training methods. Thisleft only the ACCC and the COAC as viable sources of data
for the study.

After due consideration, the Marine Corps Amphibious Warfare School (AWYS)
replaced the Infantry School as the third institution. The AWS enjoyed a solid reputation
as atraining program and allowed the study to consider the training methods of a sister
service. The contemporary nature of the course, as well as the assignment of several of
its graduates to Fort Leavenworth, insured the availability of sufficient information to
allow an adequate analysis. Making this substitution in the original research design
produced a study which included an Army course, a sister service course, and a course
from an alied nation.

With the courses selected, the second phase of the sampling plan identified three
to five training methods per training institution for analysis as data points. The frequency
of use, importance to the overal training plan, and availability of an adequately detailed
description factored into the selection of specific training methods. Subsequent chapters
discuss the individual training methods for each institutional, to include the rationale for

inclusion in the study.
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Evaluation Criteria

Selection of evaluation criteria proved to be the most challenging and important
aspect of the research design. Although the principles of adult learning were well
established, they were far too broad to serve as direct evaluation criteriain a study of
training methods. Tranglating the broad principles into specific, measurable evaluation
criteriarequired considerable effort early in the research process.

The principle summarized by Knowles as “the role of the learner’ s experience,”
for example, is unsuitable as an assessment instrument. If one refines the principle into
its mgjor components, two more definitive ideas become apparent. First, adult learners
bring varied levels of experience into the learning environment. Second, adults learn best
when using experientia learning methods. These ideas combine to form Knowles
principle, but must be measured individually when applied to a specific training method.

The process did not end at identifying the magor components of each principle.
Most of the major components were themselves overly broad and required additional
refinement before they could serve as evaluation criteria. Returning to the earlier
example, the second component of Knowles' “experience” principleisitself a multi-
faceted concept, including four distinct ideas (concrete experience, reflection, conceptual
framework, and experimentation) in even its simplest form. Each of these ideas
eventually formed the basis for its own evaluation criterion.

The complexity of the problem caused the study to refine the principles of adult
education in three phases. The first phase defined the principles in terms of one or more
major component. The second phase refined each of the major components into one or
more specific, measurable evaluation criteria. The third phase established a scoring scale
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for each evaluation criteria. The scoring scale included a numeric score of one to five,
with one indicating a low degree of alignment with the associated principle and five
indicating a high degree. The scoring scale aso included examples that might be
associated with scores of one, three, and five to assist the researcher in calibrating scores.
Together, the three phases of development produced the evaluation matrix displayed in
Table 1.

Methodology

With the training institutions and training methods selected and the evaluation
criteria established, the remainder of the research required hard work but posed few
significant obstacles. The study used fourteen evaluation criteria to analyze thirteen
training methods, scoring each method on a scale of one to five on each criterion. The
researcher recorded the score and the scoring rationale for each training method in a
detailed table. The resulting data tables exceeded the size limitations of the thesis, but
are included in the appendix. A simple bar chart summarized the results of the analysis,
as modeled for a notional training method in figure 2.

With the analysis of each evaluation criterion complete and the results
summarized in tabular format, the study drew conclusions about the degree to which the
training method aligned with the principles of adult learning. Figure 2 depicts the
summarized analysis of a notional training method for illustrative purposes only. Given
the data in the figure, one may conclude this notional training method moderately aligns
with three of the principles of adult learning, but does not alow the learner flexibility in
the choice of training technique, does not account for varied experience levels among
learners, and does not include a method for learner feedback on the learning process.
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Figure 2. Notiona Training Method at Notional Institution

Validity
An early analysis of the research design revealed two major thresats to internal
validity. These included the potential for bias in the selection of data points and the
potential for errors in measurement of the data. Where feasible, the study employed

measures to reduce the threats to validity, as outlined in the discussion below.

Bias in the selection of training ingtitutions and training methods proved a
difficult problem to solve. The availability of training records and other documents
played a substantial factor in determining the data points, thereby introducing significant
biasin the research. The use of educational reputation, admittedly a subjective term, asa

selection criteria compounded the problem of bias.
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Although a random sample of training institutions and methods offered the best
defense against bias, the limited time and resources of the study made a truly random
sample an infeasible solution. Research limitations drove the study to select institutions
and training methods with sufficient documentation to allow informed analysis without
the requirement to collect persona observations. In the end, the study accepted the bias
inherent in the methodology as a consequence of the scope of the study and made no
additional efforts to control for biasin selection.

A second threat to internal validity, errors in measurement, arose from at least two
potential sources. First, because the study relied exclusively on written documents to
analyze the data points, any errors in the documents themselves would be passed directly
to the study. Second, even accurate documents may be misinterpreted by the researcher,
a particular danger when the documents come from a sister service or aforeign country.
The study attempted to control both these problems by using documents from multiple
sources when available and by interviewing both students and instructors of the
contemporary courses. Although some errors in measurement undoubtedly remain, these
control measures offered sufficient assurance of validity.

Summary

This study analyzed a sample of training methods used at three institutions
charged with tactical training for company commanders. It used evauation criteria
derived from the principles of adult education, rating each training method against
fourteen evaluation criteria on a scale of oneto five. The analysis for each training

method was summarized graphically, allowing the study to draw conclusions about the
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degree to which the training method aligned with the principles of adult learning. The

results of the analysis are related in the subsequent chapters.
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CHAPTER 4
THE ARMOR CAPTAINS CAREER COURSE, 2000-2001

At the beginning of the twenty-first century, the Armor Captains Career Course
(ACCC) at Fort Knox was in the midst of a significant transformation of its training
resources and methods. The course had just occupied a new training facility boasting
large screen projection capability in each classroom, local area network and Internet
access from each student officer desk, and a new laptop computer for each officer in the
course. New software gave the small group instructors (SGIs) the ability to project three-
dimensional representations of terrain and fight simulated battles without leaving the
classroom. From their seats, student officers could access information ranging from the
full array of Army doctrina manuals to the library of the Army Center for Lessons
Learned to the latest news at commercial news-provider websites (Wick 2001). In terms
of the latest in training facilities, the course appears to have been exceptionally well
resourced.

The ACCC commitment to incorporating new and emerging technologies into
tactical training made it a natural candidate for inclusion in this study. The course used
live, virtual, and constructive ssimulations as part of its training program, as well as more
conventional methods, such as Tactical Exercises Without Troops (TEWTS), staff rides,
battle analyses, assigned reading, group discussion, and lecture. The course employed
more than a dozen different training methods, but the study examined only five in detail.
To understand the reasons some were selected and others were not, it is necessary to

understand the basic design of the course itself.
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The ACCC, as it existed in the early months of 2001, consisted of an eighteen-
week program of instruction divided into ten major sub-components, called “volumes.”
Volumes 1-4 focused on basic tactical decision making, issuing written orders, and
operating as a battle captain within atactical operations center. Volumes 5-6 focused on
tactical operations at the company level, both offensive and defensive. Volumes 7-8
focused on operating as a member of a battalion or brigade staff. VVolume 9 was the
capstone tactical training exercise, and Volume 10 focused on the garrison duties of a
company commander. Dispersed throughout the course, events called Gauntlets brought
students from the ACCC and other courses together to conduct multigrade, multiechelon
training outside of the standard program of instruction (Department of the Army 2001d,
dide 8). Still in the early stages of development, Gauntlets were a relatively new concept
and were not yet integrated into the formal program of instruction (Wick 2001). Taken
together, the volumes attempted to achieve the course mission of “providing the mounted
force with self-confident, adaptive leaders who can motivate teams to solve complex
problems’ (DA 2001d, dlide 2).

Officers typically attended the ACCC as newly promoted captains, having just
completed their first assignment in the Army. Asarule, student officers arrived at the
course after serving in two to three roles within the same battalion. For a host of reasons,
most student officers came into the course with limited experience in tactical problems
(DA 2001f, slide 4). Asaresult of afield survey of brigade commanders in 2000, the
ACCC course designers attempted to use simulations within the course to offset the

perceived lack of experience among the student population (DA 2001f, slide 5).
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Five Key Training Methods

In light of the purpose and general structure of the course, five particular training
methods demanded close examination because of their frequency of use and importance
to the overall course design. As one might expect, the mgjority of selected training
methods fell within the company tactical training portion (Volumes 5-6) of the course.
The study included two other methods, found outside VVolumes 5-6, primarily for their
importance to the course.

Within Volumes 5-6, three training methods comprised the vast mgority of
training time. A combination of reading, practical exercises, and after action reviews
collectively referred to as “classroom training” within this study accounted for almost
one-half of the time devoted specifically to company tactical training. Subsequently,
student officers spent several days conducting virtual simulation training using the Close
Combat Tactical Training (CCTT) facility. The company volumes concluded with an
evaluated TEWT on local terrain. Comprising the vast majority of company tactical
training, these three training methods clearly deserved inclusion in the study.

During the capstone training exercise (Volume 9), students participated in a series
of constructive simulation battles, serving as commanders and staff officers at company,
battalion, and brigade levels. This event marked the final phase of tactical training within
the ACCC, and was included in the study for its importance as a capstone training event.

Finaly, although not fully integrated into the course, Gauntlets demanded
inclusion as an emerging training method requiring closer examination. Several versions
of the Gauntlet existed, but the most prominent was the ten-day field training exercise
conducted with students from the ACCC, the Armor Officer Basic Course, and the

33



Advanced Non-Commissioned Officers Course (Wick 2001). The study included this
method primarily for its importance in the evolution of the course.

Specific Sources of Data

The primary source of information on the ACCC was the Armor Captains Career
Course CD, 15 January 2001, a compact disc, read only memory (CD-ROM) containing
course materials and advance sheets for each lesson. Issued to each student officer in the
course, the disc identified lesson training objectives, student officer assignments, and
graded requirements.

Augmenting the basic information found on the student officer disc, the school
maintained alibrary of Microsoft PowerPoint presentations and Microsoft Word
documents detailing specific day-to-day training guidance for the SGIs. The library
referred to these presentations as “instructor notes’ or “lesson plans,” and generally
organized them by volume. Also part of the school document library, student and SGI
after action reports provided insights into how training was actually conducted. Finaly,
the course maintained standard Army training schedules, providing details on time
allocation and other training issues.

Gauntlets lacked the organizational documentation of the standard training
methods. No set of “instructor notes’ or student advance sheets delineated this training
method (Wick 2001). Instead, a series of fairly detailed operation and fragmentary orders
directed its implementation. Additionally, detailed after action reports offered insights
into this method of tactical training. As Gauntlets were initially termed “ Crucibles,”

some orders and after action reviews used this term instead.



The sources outlining the training methods used at the ACCC were amost
uniformly primary sources. As they were not designed to answer the research question,
but were intended for the much narrower purpose of directing the ACCC operations, they
often required additional explanation or refinement. Major Eric Wick, the operations
officer for the ACCC from November 1999, through June 2001, provided the additional
details through a personal interview with the author.

Training Method 1: Classroom Training

Description

Classroom training, as it applies to the ACCC within this study, is an umbrella
term incorporating several training methods in an established sequence. For tactical
training at the company level, the ACCC relied on a specific sequence when integrating
reading assignments, practical exercises built on constructive simulations, and after
action reviews. Thetraining plan organized the material into lessons focused on specific
company collective tactical tasks, such as breach, assault, and defend a battle position.
As the sequence of training was essentially identical for al tasks, any task can serve as
representative of this training method. In this case, the study analyzed the training
method as it was applied to the tactical task of breaching an enemy mine and wire
obstacle.

The ACCC training schedule allocated eight hours of classroom instruction for
training on breaching (DA 2001h, 1). The associated advance sheet directed student
officersto read specific passages from Field Manual 71-1, to understand certain terms
and concepts and to memorize specific material prior to attending the scheduled training
(DA 2001b, 1). The actua classroom training occurred over atwo-day period, including
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the afternoon of the first day and the morning of the second. The training focused on two
practical exercises, the second more complex than the first. During the afternoon of the
first day, the SGI began the training by issuing a short, one-page tactical scenario and
directing each student to prepare a verbal fragmentary order for a company breach based
on the provided scenario. After abrief planning period, the SGI selected a single student
to act as the company commander, assigning the remainder of the students roles as
subordinates within the company. The student identified as the commander issued his
order, then the students fought the battle using a constructive ssmulation in the classroom.
At the conclusion of the battle, the SGI led an after action review based on the combat
training center model and designed to get student officers to identify critical aspects of
the operation. Overnight, student officers applied the lessons of the first practical
exercise to amore complex problem based on aformal written battalion operations order.
Student officers arrived at class the next morning with their operations orders for the
company breach completed. Again, the SGI identified a single officer as the commander,
and the class fought the battle on a constructive simulation following the student
commander’ s operation order. The training concluded with a second SGI-led after action
review (DA 2001f, slides 10-11).
Analysis

Classroom training scored the highest possible value in two evaluation criteria
relating to the experiential learning model and scored above midrange in the remaining
criteria associated with experiential learning (see figure 3). In other aspects, however, the

training method delivered a more checkered performance.
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Figure 3. Classroom Training at ACCC

The early use of a practical exercise aligned nicely with the requirement to
establish the student’s need to know (1.a.), but the training method offered no clear effort
to demonstrate the value of the skills involved in the training (1.b.). The lack of
acceptable aternative training techniques severely limited the ability of the SGI to
acknowledge the student’ s self-concept (2.) in making decisions about the training plan.
The limitations of the classroom environment, when contrasted with the anticipated

future work environment of the learner, caused a similar degradation in the learner’s

orientation to learning (3).

Although classroom instruction did little to recognize and respond to the student’s
previous experience (4.a.), it did exceptionally well in conforming to Kolb's experiential

learning model. Beginning with an inclusive ssmulated battle as a concrete experience
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(4.b.1.), the training method included an after action review designed to provide both the
time and the feedback necessary for effective reflection (4.b.2.). The after action review
also served to establish a conceptual framework (4.b.3.) for understanding the experience,
although the effectiveness of this effort probably varied from SGI to SGI. Finally, the
subsequent practical exercise served to force the student to apply the conceptual
framework to a new, complex problem (4.b.4.). The chief limitation of the entire
experiential experience within classroom training lay in the limited number of students
who actually participated as a commander.

The limitations on participation likewise affected the scores of the training
method on the remaining principles of adult learning. While the direct applicability of
the training objective to the future lives of the students (5.a.) undoubtedly had a positive
impact on their readiness to learn, this was clearly offset by the requirement for most of
the students to spend a great deal of the training time performing tasks below their level
of professional development (5.b.). The training method did not require most students to
openly comment on their own performance (6.c.), nor was the training directly tied to the
student’ s value system (6.a.). Despite missing these two opportunities to enhance student
motivation, however, the training method did include an opportunity for student feedback
on the learning process (6.b.), athough later in the training program.

Training Method 2: Virtual Training

Description
Following classroom training, students in the ACCC transitioned to the Close
Combat Tactical Training (CCTT) facility for severa days of virtual ssmulation training.
The training tasks for CCTT mirrored the training tasks in classroom training. The
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scenarios used in the second practical exercise for each training task during classroom
training became the scenario for the corresponding CCTT exercise (Wick 2001). The
CCTT scenario for breach training, for example, was identical to the scenario used during
the practical exercise conducted on the second day of breach training in the classroom.
As with classroom training, each training event largely mirrored the others of this type,
and one event may be used as representative of the others. The study again followed the
training conducted on breaching operations.

The ACCC committed a single eight-hour day of ssimulator time to training on
breaching operations (DA 2001i, 1). The students from all small groups combined into
two company teams for the exercise. Each company team conducted the virtual
simulation in identical but independent scenarios. Within each company, one student
performed as the company commander. Other studentsfilled roles as company executive
officer, first sergeant, platoon leader, and platoon sergeant. The majority of students
served as gunners, loaders, and drivers of leader vehicles. Typically, each company
performed a single iteration of the training scenario in the morning, conducted a formal,
SGl-led after action review, switched student leaders, and conducted a second iteration
and after action review in the afternoon. Throughout the exercise, SGIs served as
observer/controllers and role-played as higher headquarters, adjacent units, and enemy
forces (DA 2001e, 1).

Analysis

Although virtual ssimulation has attained increasingly impressive levels of detail
and fidelity over the past decades, the fair to poor scores of this training method imply it
may fall short of atraining panacea, at least for the immediate future (see figure 4).
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Given the high levels of realism associated with the modern CCTT facility, the fair to
high scores of the training method in areas associated with experiential learning are not
surprising. The low scores in other areas, however, indicate this training method, at least

as conducted in the ACCC, is not closely aligned with the principles of adult learning.

Score

value
level
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problem

framework

6.b. Learner

environment
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experience
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4.b.1. Concrete
4.b.2. Reflection
4.b.3. Conceptua
4.b.4. Application
5.a Relevant life
5.b. Appropriate

1.a Need to know
1.b. Demonstrated

Figure4. Virtual Training at ACCC

Virtual training scored poorly in establishing a gap in the learner’s skills or
knowledge (1.a) and in demonstrating the value of the training (1.b.). Asaresult, most
students likely entered virtual training with some degree of ambivalence about their
personal need for the training. The constrained training time line and the lack of
established alternative approaches to the training effectively eliminated any opportunity

for the student to participate in decisions about the conduct of training (2.). The realism
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of the training environment (3.), in theory a mgjor strength of virtual simulations,
suffered from the use of peers as subordinate leaders and crew members. Although
clearly more realistic that the traditional classroom setting, virtual simulations do not of
themselves guarantee an accurate reflection of the future work environment.

The biggest surprise in scoring virtual simulations came in the area of experiential
learning. Prior to this study, the author assumed that virtual training must, amost by
definition, be the definitive example of experientia learning. A more careful analysis
reveaed that how one employs virtual simulations is actually more important than the
realism of the individual simulation.

In the ACCC, virtua training was applied in a uniform, predetermined manner,
making little effort to account for the individual learner’s previous experience (4.a.).
Although the exercise itself certainly functioned as a concrete experience (4.b.1.), the
degree of involvement in the experience varied widely. Given a class of about ninety
students, the availability of simulators at Fort Knox limited participation to seventy-two.
At any given moment in the exercise two functioned as company commanders, two as
executive officers, two as first sergeants, two as company fire support officers, six as
platoon leaders, and six as platoon sergeants. A total of twenty students filled leadership;
the remaining fifty-two served as gunners, loaders, and drivers (Wick 2001). One may
safely assume those with gunner, driver, and loader duties found the concrete experience
of the smulation somewhat less compelling than did those in leadership positions.

The SGI-led after action review provided both an opportunity for reflection
(4.b.2.) and areinforcement of the conceptual framework (4.b.3.) associated with the
tactical task. Again, however, both criteria suffered from the lack of meaningful
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involvement of a significant portion of the students. It is difficult to imagine that the
loader for a platoon sergeant vehicle found the after action review a significant moment
of reflection, especialy if he knew he would fulfill a similar role in the following
iteration. The lack of opportunities for repeated |eadership positions meant few students
had to apply their experiences to a problem (4.b.4.) in the final step of experiential
learning.

Although virtual simulation scored in the midrange in focusing on specific life
problems (5.a), it scored very low in training skills and knowledge appropriate to the
learner’s level of development. If one limited the analysis to only those students who
served as company commanders, virtual training might score much higher. For the
majority of students, however, virtual training focused on skills several levels below that
appropriate to their level of development.

Virtual training provided a mixed effort at enhancing student motivation. While
offering an opportunity for student feedback on the learning process (6.b.), the training
method relied primarily on competition and fear of public failure to reinforce motivation
(6.a). Although the opportunity for self-assessment (6.c.) existed for al students, and
those in leadership positions participated in the after action review, most students would
have found little basis for self-assessment in their assignments as junior enlisted crew

members.
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Training Method 3: Tactical Exercise Without Troops

Description

Tactica exercises without troops (TEWTS) played arole in three training volumes
inthe ACCC. Although the methodology differed dightly between the three TEWTS, all
shared a common approach and used many of the same methods (Wick 2001). For the
purposes of analysis, this study examined the TEWT associated with VVolume 6,
Company/Team Defense. This graded TEWT of a defensive position set the stage for the
fina evaluation within the company tactics portion of the course, the development of an
oral company/team defensive operations order (DA 2000i, 1).

The ACCC training schedule alocated one day for this TEWT, afairly detailed
exercise that included a written script for the SGI to follow and a graded requirement for
the students (DA 2001j, 1). The SGI conducted the training in two field locations, the
first corresponding to the company battle position and the second to a portion of the
company defensive sector forward of the battle position. Upon arrival at the battle
position, the SGI assumed the role of battalion commander and demonstrated the steps of
engagement area development by talking through his actions and decisions in preparing
the battalion engagement area. In conducting this demonstration, the SGI followed the
script provided with the lesson plan. At the conclusion of the demonstration, the SGI
issued instructions to the students for the development of their company engagement
areas, again following the script. The students then spent one hour conducting the first
practical exercise, the development of the company engagement area. After a short
break, the SGI moved the students forward in the company sector and provided guidance
on the defense in sector, scheduled to precede the defense of the battle position. The
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second practical exercise required students to plan 